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ver since the Supreme Court's epochal decision in Brown v. Board of Education (1954) , school desegregation has played a central role in efforts to provide the equality of educational opportunity that is essential to the American Dream. The rationale for school desegregation rests largely on claims that it improves Black youths' access to the higher-quality education more often provided to Whites. From this perspective, desegregation is expected to improve both Blacks' educational outcomes and their longer-term life chances.
Despite considerable unambiguous evidence that desegregation enhances minority students' long-term outcomes such as educational and occupational attainment, the evidence regarding effects on short-term educational outcomes, such as achievement, is more ambiguous and more highly contested (Wells & Crain, 1994) . Design flaws both in desegregation programs and in many of the studies that evaluate them contribute to this ambiguity. Another reason for the ambiguity is that schools desegregated at the building level can be resegregated by academic program or track. Tracking can undermine the potential gains of desegregation efforts by resegregating students within desegregated schools and thereby limiting Blacks' access to the higher-quality education more often available to Whites.
The relationship between desegregation and tracking often is discussed in terms of first-and second-generation segregation (Meier, Stewart, & England, 1989; Welner & Oakes, 1996) . First-generation segregation generally involves the racial composition of schools within a single district, and has been the focus of national desegregation efforts since Brown. Secondgeneration segregation involves the racially correlated allocation of educational opportunities within schools typically accomplished by tracking. Because tracking can undermine the potential benefits of policies, such as busing, designed to eliminate first-generation segregation, courts have ruled since 1967 that it is unconstitutional to use tracking and ability grouping to circumvent desegregation at the school level.
The complicated relationships among equality of educational opportunity, desegregation, and tracking lie at the heart of this article. I investigate the effects of school desegregation and tracking on the academic outcomes of Blacks in the Charlotte-Mecklenburg Schools (CMS). CMS is an especially interesting district in which to study these effects because of its pivotal role in school desegregation history. Renowned as the district in which the U.S. Supreme Court, ruling in Swann v. Charlotte-Mecklenburg Schools (1971) , permitted mandatory busing as a remedy for segregation, CMS was long considered to be one of the nation's premier desegregated school systems.
In 1997, however, when the data for this study were collected, someone familiar with the historical relationship between tracking and race who observed a math, science, social studies, or English class in any of CMS's 11 regular high schools could accurately identify the academic level of the course simply by noting the racial composition. I show here that top academic classes in CMS are frequently entirely White, while the least rigorous classes are disproportionately Black. Moreover, Black and White students with comparable academic abilities are found in different academic tracks: Blacks are far more likely to be in lower tracks than their similarly able White counterparts. Because lower-track classes characteristically offer less rigorous instruction, and a more limited curriculum, and frequently are taught by less highly qualified teachers, the potential academic benefits of the 30 years of desegregation mandated by the Swann decision are compromised-even subverted-by the pervasive resegregation of secondary students into racially isolated tracked core academic classes.
Because of the persistence of the racial gap in academic achievement, and the many questions raised about the efficacy of desegregation for improving Blacks' academic outcomes, the findings from Charlotte help to clarify why so many desegregation programs seem to offer minority students such limited redress of the inequality in educational opportunities as mandated by Brown.
Background
Charlotte, North Carolina, is a rapidly growing sunbelt city known for its landmark Swann v. Charlotte-Mecklenburg Schools (1971) decision, in which the Supreme Court upheld the use of within-district mandatory busing as a remedy for segregated schooling. For almost 20 years, CMS served as a model for other school systems, demonstrating how to provide seemingly equitable, high quality, desegregated public education through busing and other means. In fact, during one tumultuous period in Boston's early efforts, CMS students flew to Massachusetts to share with Bostonians their experience in making school desegregation a success (Douglas, 1995) .
The CMS district, with roughly 100,000 students in 130 schools, is the 23rd largest in the nation. Although it is a consolidated city/county district covering 530 square miles, CMS is an urban system because the city's population constitutes 81% of the county's population. In 1998-1999, the population of CMS was 42% Black, 50.3% White, and 7.7% Hispanic, Asian, and American Indian (Charlotte-Mecklenburg Schools, Monthly Reports, 1998 . In the late 1960s, the time of the original Swann order, only a handful of CMS students were neither White nor Black. For this reason, the federal district court orders in Swann categorized children as either Black or White/ other, collapsing Whites, Asians, Hispanics, American Indians, and students from other ethnic backgrounds into the single White/other category. Until recently, when Hispanic and Asian enrollments began to increase rapidly, the school system continued to categorize students as Black and White/other.
As a result of the mandatory busing, the majority of students in CMS attended a desegregated school during some portion of their academic careers in Charlotte. The exceptions to this are students from several neighborhoods exempted from the mandatory busing order because they either lived in the far north of the county or were in naturally integrated residential neighborhoods at the time of the court order.
From roughly 1974 to 1992, CMS employed a mandatory busing plan to achieve racial balance among schools. The plan relied heavily on a system of paired elementary schools. Desegregation of secondary schools was accomplished by designing attendance zones that drew from Black and White neighborhoods. Under this system, almost all students were bused to schools outside their neighborhoods for at least some portion of their educational careers. Blacks, however, typically rode the buses for more years and for greater distances than did Whites.
In the early 1990s, much of the mandatory plan was replaced by other desegregation strategies, most notably a program of controlled choice among magnet schools. This policy shift occurred largely because of pressure both from business elites, who complained that the desegregation plan hindered economic development, and from newly relocating middle-class White parents who were dissatisfied with the race and class integration of the schools they found once they arrived in Mecklenburg County (Mickelson & Ray, 1994; Mickelson & Smith, 1999) .
Ironically, however, the use of racial guidelines for magnet school admissions eventually was challenged by White parents who sued the district seeking a declaration of unitary status (that is, a ruling that CMS was no longer a dual system with officially sanctioned separate schools for Blacks and for Whites) and an end to the use of race-conscious policies of any kind. This lawsuit led to a reactivation of the entire Swann case.
1 In September 1999, the federal judge hearing the case declared the district unitary. He enjoined the school system from using race in any of its official actions, and awarded damages to the White plaintiffs. In December 1999, the Fourth Circuit Court of Appeals issued an indefinite stay of the lower court's order pending the outcome of the appeal process. Eleven months later, in November 2000, a three-judge panel overturned the lower court's decision declaring the Charlotte-Mecklenburg Schools to be unitary. The judges remanded the case back to the federal district court along with clear criteria for weighing the evidence and applying relevant case law in its deliberations.
2 Two months later, however, in January 2001, the full Fourth Circuit Court of Appeals agreed to hear the case en banc, thereby reinstating the district court judge's original September 1999 unitary decision. Although the full Fourth Circuit Court of Appeals heard arguments in Spring 2001, numerous observers on both sides believe that ultimately the case will return to the U.S. Supreme Court.
Previous Research on Desegregation and Tracking
Because this study lies at the intersection of several bodies of scholarship, the literature review is organized around a series of questions that define the problem investigated by this study: What are the effects of desegregation on Black students' outcomes? How do race and track intersect in schools? What are the effects of tracking on outcomes? Does tracking in schools considered to be desegregated affect students' opportunities to learn? 3 Effects of Desegregation Social scientists, political and educational leaders, civil rights advocates, and ordinary citizens have researched and debated the social and academic consequences of school desegregation since the Coleman Report found that academic outcomes were better for Blacks who attended desegregated schools than for those who attended segregated schools (Coleman et al., 1966) . Consequences of desegregation typically fall into two categories: long-term effects refer to educational and occupational attainment and racial attitudes, whereas short-term effects refer to academic achievement. Although there is little argument about the positive long-term effects of desegregation (Armor, 1995; Braddock & McPartland, 1988; Wells & Crain, 1994) , questions remain about the positive short-term effects on achievement for both minority and majority youths. 4 During the years following the Coleman Report (1966) , social scientists tended to agree that desegregated education benefited minority students' academic outcomes without harming Whites, although only a few of the early studies found positive effects for Black children (see Armor, 1995 and St. John, 1975 for summaries of early research). As the number of desegregated school systems increased, however, and as greater numbers of children experienced desegregated schooling, social scientists were able to conduct more rigorous studies (Crain & Mahard, 1978) . Consequently, the desegregation literature increased rapidly throughout the 1970s and 1980s.
Nevertheless, most early empirical studies of desegregation suffered from limitations in their design and samples. In 1984, for example, the National Institute of Education (NIE) commissioned a panel of experts to review extant empirical studies of desegregation. Led by renowned methodologist Thomas Cook, the panel selected the most methodologically sound 19 of the (then) 157 empirical studies that examined the evidence on desegregation and Black achievement. The panel excluded the remaining 138 studies because their designs, samples, and measures did not meet the panel's stringent definition of methodological rigor. In Cook's own summary of the seven panelists' meta-analyses of the 19 best studies, he concluded that (a) although desegregation increased mean reading levels, it did not cause either an increase or decrease in Blacks' mathematical achievement; and (b) the small sample size and nonnormal distributions used in all the studies undermined confidence in estimating population parameters from the results. Cook tepidly concluded that he had "little confidence that we know much about how desegregation affects reading" (1984, pp. 40-41) .
One exception to these ambiguous early findings was Crain and Mahard's 1983 meta-analysis of 93 studies, more than half of which were randomized experiments or longitudinal designs with segregated Black control groups. The authors reported effect sizes of up to .3 standard deviation (Crain & Mahard, 1983) . The NIE panel, despite Crain's protests, excluded his and Mahard's meta-analysis, although several of the studies included in the Crain-Mahard meta-analysis also appeared among the 19 methodologically best studies examined by the NIE panel.
Many social scientists believe that, overall, the short-term effects of desegregation are positive (Bankston & Caldas, 1996; Hallinan, 1998; Hochschild, 1984 Hochschild, , 1997 Orfield & Eaton, 1996; Wells & Crain, 1994 . In fact, a group of eminent social scientists filed an amicus curiae brief to that effect in the 1991 Freeman v. Pitts case (National Association for the Advancement of Colored People [NAACP], 1991) . These researchers concluded that minority students benefit little from limited exposure to desegregated education in a school which does little to equalize educational opportunity in the classroom. Yet when schools employ practices to enhance equality of opportunity, including the elimination of tracking and ability grouping, desegregation has clear (albeit modest) academic benefits for Black students and does no harm to Whites (NAACP, 1991; Wells & Crain, 1994) .
Recent empirical research offers further evidence of positive academic outcomes from desegregated schooling. These analyses of large, nationally representative samples suggest that average levels of academic achievement for minority and White adolescents are higher in integrated schools. Brown (1999) used the 1990 National Educational Longitudinal Study (NELS) to demonstrate that high schools with enrollments that are almost entirely White do not necessarily produce the best academic outcomes for all students. According to Brown, the ideal racial mix is 61 to 90% White or Asian American, and 10 to 39% Black and Hispanic. Schools with this mix show the highest average academic achievement for all racial groups and the smallest gap between the races in test scores. These trends hold even when socioeconomic differences among students are considered. Similarly, Schiff, Firestone, and Young (1999) found that with controls for family background, both Black and White students who attended racially desegregated schools where Whites were a majority made higher National Assessment of Educational Progress (NAEP) reading and math scores than those who attended either racially isolated White or racially isolated Black schools (1999) . Bankston and Caldas (1996) , using the entire state of Louisiana as a sample, examined the influence of a school's racial composition on individual achievement. They found that minority concentration in a school exerted a powerful negative effect on both Blacks' and Whites' achievement net of family-, individual-, and school-level factors.
Tracking
Because resegregation in classrooms through tracking may undermine any potential benefits of school-level desegregation, the effects of tracking on academic outcomes also must be considered in assessing the effects of desegregation on the racial gap in achievement. Educational tracks are sequences of courses within given subject domains, which are differentiated by the rigor of their content and the nature of their instruction. In theory, tracking is a meritocratic and technical process that allocates educational resources and opportunities commensurate with students' prior academic achievement, ability, and interest, and with course availability. Ideally, be-cause of the resulting homogeneity of learners produced by tracking, instructors can tailor instruction to the group's abilities and interests.
Assignment to tracks is based formally on multiple meritocratic criteria and choices by students and their families. In practice, however, nonmeritocratic factors influence track placement informally as well. These include the recommendations by educational gatekeepers such as teachers and counselors; parents' pressure on school decision-makers; students' race, social class, and gender; students' prior exposure to segregated schooling; and specific features of school organization such as course offerings, seat availability in a given course, and the racial mix and socioeconomic level of the student population (Cicourel & Kitsuse, 1963; Gamoran & Mare, 1989; Hallinan, 1992; Jones, Vanfossen, & Ensminger, 1995; Oakes, 1985; Rosenbaum, 1980; Useem, 1992; Wheelock, 1992; Yonazawa, 1997) . Together, these forces shape students' and parents' choices. Consequently, the tracking process is typically far from meritocratic. Students with a wide range of academic abilities are frequently found in a particular course at a given level. At the same time, tracks tend to be racially isolated.
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Tracking and Race
Previous studies of the correlates of track placement indicate that social class, prior achievement, and gender are important predictors of track location (Gamoran & Mare, 1989; Hallinan, 1992; Jones, Vanfossen, & Ensminger, 1995; Oakes, 1985; Rosenbaum, 1980; Useem, 1992) . Perhaps the most controversial correlate of tracking is the student's race or ethnicity. The origins of tracking can be traced, in part, to efforts to separate recent immigrants, Blacks, and Hispanics from native-born Whites and to provide education commensurate with perceived ethnic, racial, and social class differences (Terman, 1923; Tyack, 1974) . Today, however, tracking generally is not used for the formal purpose of providing unequal educational opportunities to children from different racial and social class backgrounds.
7 Nevertheless, tracking generally still produces this outcome.
The weight of scholarly evidence suggests that tracking results in minority students' disproportionate assignment to lower tracks and relative absence from the accelerated tracks; it offers minority students inferior opportunities to learn, and is responsible, in part, for their lower achievement in mathematics and science (Ferguson, 1998; Lucas, 1999; Mehan, Villanueva, Hubbard, & Lintz, 1996; Mickelson, 1998; Oakes, 1990 Oakes, , 1994a Oakes, Muir, & Joseph, 2000; Wheelock, 1992) . Racially stratified tracks create a discriminatory cycle of restricted educational opportunities for minorities, which leads to diminished school achievement; this, in turn, exacerbates racial and social class differences in school outcomes. 8 
Effects of Tracking
Although some studies indicate that instruction in homogeneous groups promotes better performance among high achievers and depresses the performance of low achievers, overall the research on the effects of tracking
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shows that most students gain little from the practice (Braddock & Dawkins, 1993; Cicourel & Kitsuse, 1963; Gamoran, 1990; Lucas, 1999; Oakes, 1990; Slavin, 1990; Sorensen & Hallinan, 1986; Spade, Columbia, & Vanfossen, 1997; Wheelock, 1992) . The defenders of tracking maintain that the practice is effective for targeting instruction to maximize learning (Kulik & Kulik, 1982; Loveless, 1999) . Others argue that many of the shortcomings of tracking are unintended negative consequences due to technical and implementation errors, not necessarily flaws in the principles of tracking (Hallinan, 1992) . The critics of tracking consider the practice to be a significant source of inequalities in educational opportunity (Lucas, 1999; Oakes, 1985 Oakes, , 1990 Oakes, , 1994a Oakes, , 1994b Welner, 2001; Wheelock, 1992) .
The effects of tracking are manifest in both academic and social domains. As a result of assignment to different tracks, students receive quite different content and instruction. Summarizing the empirical literature from several decades, Oakes, Muir, and Joseph (2000) report that students in high-ability classes generally receive more challenging instruction than do those in low-ability classes. They conclude that the rudimentary curriculum content in low-ability classes frequently locks students into that track level because they are not exposed to the prerequisite knowledge required for transfer to higher levels. Other researchers show that less effective teachers are assigned to lower-track classes (Finley, 1984; Ingersoll, 1999) . In this way, tracking tends to reinforce the learning problems of socially and educationally disadvantaged students by providing them with less effective instructors, who teach the least rigorous curricula using the methods least likely to challenge them to learn.
Moreover, tracks socialize students to accept their position in the school's status hierarchy where the top tracks are the most highly valued. They indicate to students the path designated for their future occupations, in view of the school's identification of their ostensible potential. Because tracks tend to be rather homogeneous with respect to race, ethnicity, and social class, students receive little exposure to individuals who differ from themselves on these important characteristics. In these ways, track placement shapes occupational and educational aspirations as well as academic achievement. Because of the differences in opportunities to learn described above, educational advantages cumulate for those in the top tracks relative to those in the lower tracks.
Tracking in Desegregated School Systems
In many desegregated school districts, tracking disproportionally assigns minority students to lower tracks and almost excludes them from the accelerated tracks. On the basis of her research in tracked, desegregated school systems in San Jose, California and Rockford, Illinois, Oakes concludes that tracking continues to result in segregation within schools that is harmful to minority students, even in schools that are technically desegregated (Oakes, 1993 (Oakes, , 1994b Oakes, Muir, & Joseph, 2000; Welner & Oakes, 1996) .
Because tracking has a record of resegregating students even in school districts operating under court-mandated desegregation plans, courts have held that the use of tracking to intentionally separate Black and White students violates Fourteenth Amendment guarantees of equal protection of the laws. Largely on the basis of a finding that the Washington, DC, schools used tracking to racially resegregate students, the court held in Hobson v. Hanson (1967) that the use of tracking to intentionally separate Black and White students was unconstitutional. A similar decision was reached in People Who Care v. Rockford Board of Education School District No. 205 (1994) . (For a nuanced history of jurisprudence concerning tracking and desegregation, see Welner, 2001; and Welner and Oakes, 1996.) 
Research Questions
In view of the nature of the problems outlined above, the following questions serve as guides for this investigation of the effects of first-and secondgeneration segregation on the academic outcomes of CMS students: 
Methods and Data Design
Much of the prior research on the academic outcomes of desegregation suffers from a number of methodological problems including small sample size, voluntary participation in desegregation, the brief duration of the treatment, and an absence of high-quality data as controls for intervening forces such as family background and individual and school characteristics (Cook, 1984; Crain & Mahard, 1983; Philips, 1998; Wells & Crain, 1994) . This study does not suffer from those shortcomings. There is little selection bias in students and none in schools because all of the regular senior high schools in CMS participated. The large representative sample of respondents is taken from a random sample of 1996-1997 senior English classes stratified by track and drawn from every high school in an entire school system, the CharlotteMecklenburg Schools. The study also includes a longitudinal measure of each student's exposure to first-generation segregation and to secondgeneration segregation in the form of high school track placement. In these ways, the design offers a distinct advantage over those studies employing national samples. Also, by focusing on a single, interesting district, the study
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can view all the high schools-their processes and practices-and the students-their demographic distributions across schools and achievement outcomes-in their interdependent social, educational, and political contexts, which is impossible with national samples.
Data
This study relies most heavily on a survey conducted in 1997. I used a number of sources to construct the high school survey data employed in the analyses. The survey instrument ascertained students' attitudes toward education and the future, their educational and occupational aspirations, their demographic characteristics (age, race, gender), their family background (mother's and father's educational and occupational attainment), their abstract and concrete attitudes toward education and the future, their selfreported effort, and their peer group's academic orientation. Multiple measures of achievement, the history of prior schools attended by each student, and complete high school transcripts were extracted from school system files and matched by ID numbers to students' survey responses. Finally, CMS district records provided indicators of school-level variables such as proportion of teachers with full licensure, and advanced degrees.
Survey data are supplemented with school system aggregate data and with qualitative data, primarily from in-depth interviews with educators, parents, and civic leaders. This additional material includes CMS documents and reports, expert witness reports from the 1999 desegregation trial, and a set of phone interviews conducted from December 1998 through June 1999 with CMS secondary principals and CMS senior administrators. I also interviewed several current and former school board members. These interviews were designed to elicit information about the formal and informal policies and practices associated with tracking, race, and desegregation and with allocation of students to specific courses in CMS schools.
Sample
The large, representative sample of respondents (N = 1,833) is composed of students enrolled in grade 12 English classes selected at random from a list of all English classes, stratified by course name, that were offered in 1996-1997. I used English classes because English is the only subject that all students must take each year. The sampling frame for selecting the classes was a list of all 1996-1997 grade 12 English courses, identified by track level, offered each period of the school day in each of the district's 11 regular senior high schools. I determined the track level of a particular course in consultation with CMS curriculum specialists and with the 1996-1997 High School Course Offerings guide (Charlotte-Mecklenburg Schools, 1996) . At every school, at least one class from each of the four English track levels was included in the sample of classes. If a school offered, for example, four Regular English 12 classes, I randomly selected two. Then I surveyed all students in each selected class. To encourage high levels of participation among students in selected classes, I entered the respondents' names into a lottery for cash prizes. On average, 90% of students enrolled in the selected English classes participated in the survey.
I obtained data for 1,833 students: 611 (33.3%) Blacks, 1,119 (61.1%) Whites, and 103 (5.6%) Asians, Hispanics, and Native Americans. Because the sample contains so few Asian, Hispanic, and Native American students, I analyze only data from Black and White students.
The sample also excludes CMS students who were enrolled in special education (EC) classes, special programs, or special schools. Because of the disproportionate number of Black students in special education classes and special programs, the proportion of Black students in the non-special education classes and regular high schools is less than the overall proportion of Black students in the district (42%). The sample, therefore, is biased toward underestimating the effects of segregation and desegregation on Black children's achievement.
Variables
The regression models examine numerous individual-, family-, and schoollevel factors associated with achievement. The Appendix presents the means, standard deviations, and other descriptive statistics for the variables in the regression equations for the entire sample, for Blacks and Whites.
Dependent Variables
Weighted grade point average (GPA). Students' weighted cumulative grade point averages are used as one measure of high school achievement. Weighted GPA takes into account the fact that students in academically gifted (AG) or advanced placement (AP) courses who earn a grade of A receive either five or six grade points; in contrast, grades of A in other courses yield four grade points.
End-of-course tests (EOC).
A second measure of high school achievement is a composite variable created from students' U.S. history, algebra 1, and grade 10 English end-of-course test scores. EOCs are a standardized measure of achievement used since the early 1990s in accordance with North Carolina's statewide standards-based reform. U.S. History represents 27.4%, Algebra 1 contributes 41.1%, and English 1 contributes 31.5% to the EOC score.
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Sixth grade California Achievement Test (CAT) score. Students' grade 6 CAT total language battery score serves as an indicator of early achievement.
Scholastic Assessment Test (SAT). Students' verbal, math, and total SAT scores serve as additional indicators of achievement.
Track placement. When track location serves as a dependent variable in the multinomial ordered logit regression analysis, I employ an ordinal Segregation in the Charlotte-Mecklenburg Schools measure of track placement, NEWTRACK. This is coded regular (1), advanced (2), academically gifted (3), or advanced placement/international baccalaureate (AP/IB) (4).
Independent Variables
Race. Because such small numbers of students in CMS are Asians, Hispanics, and Native Americans, the analyses are confined to Blacks (1) and Whites (0).
Gender. Each student's gender is either female (1) or male (0). Family background. I created a factor composite measure of family background from indicators of mother's and father's educational and occupational attainment. Parents' occupational attainments are coded with the Nakao-Treas Occupational Prestige Index. Educational attainment scores range from less than high school (1) to graduate school degree (5).
Cultural capital. Students were asked whether they had received private art, music, or dance lessons during the previous 3 years. This construct captures students' access to high-status cultural resources that are distinct from socioeconomic status (SES) (yes [1] ; no [0]). Although cultural capital is a complex and nuanced social construct that includes much more than private art, music, and dance lessons, this measure reflects families' conscious attempts to explicitly expose their children to high culture, which is one important aspect of cultural capital (Bourdieu, 1977; Bourdieu & Passeron, 1977; DiMaggio & Mohr, 1985; Farkas, 1996; Lamont & Lareau, 1988) .
Effort. This variable reflects students' self-reports regarding the amount of effort they usually put into their schoolwork. Choices range from just enough to get by (1) to as much effort as possible all the time (5).
College-bound peer group. PEERCOLL is the proportion of each respondent's close friends who are planning to attend a 4-year college after high school. It captures peer group influence on academic performance.
Track placement. I use a dichotomous measure of students' English track placement, UCLATRACK, when track placement is employed as an independent variable in the regressions. This designates individuals as enrolled in a college-bound track (English at the Advanced, AG, or AP/IB level
Prior achievement. Students' sixth grade CAT Total Language Battery score is used in the regression analyses as a measure of their prior achievement.
Abstract attitudes toward education. Abstract attitudes are based on the core ideology of the American Dream: that opportunity through education exists for everyone, that education is the solution to most individual and social problems, and that one's educational credentials are evaluated by the larger society according to merit. They are measured by a series of Likert scaled belief statements scored from strongly agree (5) to strongly disagree (1). The higher the score, the more positive are the student's abstract attitudes.
Concrete attitudes toward education. In addition to abstract attitudes, students hold concrete attitudes that can be similar to or different from their abstract beliefs. Concrete attitudes are grounded in people's material realities and in the forces of race, ethnicity, and social class that shape their experiences. Adolescents' concrete attitudes, then, are expressions of their lived cultures-cultures produced in ongoing interactions with other societal institutions on terrains wherein class, race, and gender meanings and conflicts are lived out. Concrete attitudes are influenced by family and community experiences with education and opportunity. Whereas abstract attitudes cannot predict achievement because they do not vary, concrete attitudes do predict academic outcomes. As such, they are useful windows into adolescents' perceptions of their own location in the opportunity structure and how, in turn, that structure influences their educational outcomes (for a fuller explication of abstract and concrete attitudes, see Mickelson, 1990 Mickelson, , 1989 . Like abstract attitudes, concrete attitudes are measured by a series of Likert scaled belief statements scored from strongly agree (5) to strongly disagree (1). The higher the score, the more positive are the student's concrete attitudes (see the Appendix for details of the belief statements).
Proportion of elementary education in a segregated Black school. This variable measures students' exposure to first-generation segregation. Using information on students' educational history in CMS, I coded each school a student attended for its racial composition in the year when the student attended. I developed an indicator of exposure to first-generation segregation by counting the total years a student spent (K-6) in a racially isolated Black elementary school in CMS. Then I calculated that sum as a proportion of total years spent by that student in CMS elementary schools. In creating this construct, I defined a racially isolated Black elementary school as one in which Black enrollment exceeded by more than 15% the systemwide Black elementary school enrollment in that year.
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Magnet. This variable indicates whether the student's high school is a magnet school (yes [1] ; no [0]). CMS magnet schools receive more resources than nonmagnet schools and are widely thought to "cream" academically able students and their (active) parents from nonmagnet programs.
Percent gifted in the high school. This measure represents the percentage of all students in the respondent's high school who are designated as gifted or talented. CMS provides additional teacher resources to schools according to the size of their gifted populations. The percentage gifted in the student population also may reflect the academic climate of the high school itself.
Analyses
The analyses of the data proceeded in several steps. First, I examined aggregate school system data on enrollment by race, teacher characteristics, and resource allocations to schools over time to learn whether a relationship
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existed between opportunities to learn and the racial composition of schools. Second, I conducted ordinary least-squares (OLS) multiple regressions using SPSS in order to examine the contributions of the individual, familial, and school characteristics to the prediction of several dependent variables: cumulative high school GPA, North Carolina EOC score, CAT score, track placement, and the three measures of SAT performance. Because students are nested within schools, the possible relationship between students' outcomes and the characteristics of schools that they attend must be addressed. Multilevel modeling enables the estimation of individual students' outcomes as a function of school-level factors and characteristics of students within the schools (Kreft and de Leeuw, 1998) .
To model the between-school and within-school components of the explained variance of the response variables, multilevel regressions with random intercepts were performed, using STATA, on all dependent variables (Rabe-Hesketh & Everitt, 1999) . 11 The low values of rho, the intraclass correlation (ICC) that measures the proportion of the total variance in outcomes that exists between schools, indicate negligible between-school effects on the outcomes. All six multilevel regressions reveal that less than 3% of the variance lies between schools (the ICCs range from .000 to .027). The results reported here are taken from the multilevel rather than the OLS regressions.
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To explore whether Black and White students with comparable prior achievement in elementary school are placed in similar tracks in secondary school, I conducted a contingency table analysis of high school English track placement. To do this, I first converted students' grade 6 CAT total language battery normal curve equivalent (NCE) scores into deciles. Within each decile range, I then compared the grade 12 English track placements of Black and White students.
Findings
The findings from this study can be grouped conveniently into five categories: (a) trends in first-generation segregation; (b) direct effects of firstgeneration segregation on academic outcomes; (c) indirect effects of first-generation segregation on academic outcomes; (d) effects of secondgeneration segregation on academic outcomes; and (e) why segregation affects academic outcomes.
First-Generation Segregation
First-generation segregation in CMS was never fully eliminated, but during the early 1980s the district came very close to fulfilling the court's order to eliminate the dual system. By the late 1980s, however, the number of racially isolated schools began to increase; thus, as of the 1998-1999 school year, about one-fourth of the schools were racially isolated Black or White at the building level (Armor, 1998; CMSa, 1970 CMSa, -1999 Mickelson, 1998; Peterkin, 1998; Smith, 1998) .
In the early 1980s, fewer than 5% of Black CMS students attended schools whose Black enrollment exceeded court-mandated ceilings. In the mid-and late 1990s, the corresponding figure was approximately 27% (Smith, 1998) . Among the CMS seniors of 1997 who participated in this study, 37% of Blacks and 15% of Whites had some experience with segregated elementary education during their educational careers. Ironically, this increase in school segregation at the building level occurred even while Mecklenburg County was becoming less residentially segregated than it was in 1971 (Lord, 1999) .
Direct Effects of First-Generation Segregation
The results of the multilevel regression analyses appear in Table 1 . Beginning on the left with weighted grade point average and ending on the right with SAT total score, each column presents the standardized regression coefficients for one of the seven separate regression models reported in this table. Coefficients appear only for the statistically significant variables. Dashes indicate that an independent variable was not included in a particular model. For example, the third column from the left presents the results of the regression analysis of CAT scores. The dashes indicate that only four variables (race, gender, family background, and exposure to elementary segregated schooling) are used in this model.
Findings indicate that attending racially isolated Black elementary schools has direct negative effects on achievement and track placement. Even with controls for numerous individual and family background indicators, the multilevel regressions indicate that the more time both Black and White students spend in racially isolated Black elementary schools, the lower are their grade 6 CAT and grade 12 EOC scores, and the lower their high school track placement.
To be sure, the direct effects of elementary segregation on achievement are relatively small in comparison with the effects of track placement and prior achievement, the two most powerful influences on academic outcomes. The critical point, however, is that even after controlling for student's race, gender, family background, and many other individual characteristics, I still find a significant negative effect of elementary school segregation on all students' EOC scores. The effect is almost as large (−.041) as the effect for being Black (−.053), and is equal to the effect for effort (.041). Among the factors that predict track placement itself, elementary school segregation exerts a slightly larger effect (−.059) than being Black (−.047). Segregated elementary education influences track placement almost as strongly as do effort (.061) and concrete attitudes (.058).
The effects of segregated elementary education on CAT scores are striking, even though their level of significance is slightly higher than conventional standards (p < .06). Because of the difficulty in building a regression
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model with indicators that were collected 6 years after the CAT tests were administered, the choice of predictors is limited to those that were collected in 1997 and yet were valid indicators for 1991. These are exposure to racially isolated Black elementary education, SES, race, and gender. The sample, however, does not include a sizable portion of the CMS student population which is most likely to have undergone extended exposure to racially segregated Black elementary education: the Blacks who, as grade 12 students, were enrolled in special education classes, special programs, and special high schools. Consequently, this regression model likely underestimates the effects of elementary segregation on CAT scores.
Indirect Effects of First-Generation Segregation
In addition to the direct effects on test scores and track placement, firstgeneration segregation also exerts indirect effects on academic outcomes. The indirect effects are expressed through the direct effects of segregated elementary education on CAT scores and track placement. Those factors, in turn, as noted earlier, are the most powerful forces underlying the three key indicators of academic achievement used in this study: end-of-course scores, high school grade point averages, and SAT scores.
Table 1 also shows that the most powerful predictor of CMS seniors' track placement is prior achievement (.442), operationalized as the CAT score. The two most powerful predictors of students' cumulative high school grade point averages are prior achievement (.398) and track placement (.297). Prior achievement also is the most important factor in predicting end-of-course scores and all three SAT scores. Track placement is the second most powerful influence on SAT verbal and total battery scores, and follows gender as the third most important factor for predicting end-of-course and SAT math scores. Taken together, the results presented in Table 1 indicate the consistent pattern of direct and indirect negative effects of segregated Black elementary education on students' achievement and track placement. Whether the measure of achievement is local (GPA), statewide (North Carolina end-ofcourse), or national (CAT and SAT scores), the greater the proportion of a high school senior's elementary education received in a segregated Black school, the lower are that students' grades, test scores, and high school track placement compared with those of otherwise similar students who received their elementary education in desegregated environments.
Effects of Second-Generation Segregation
An analysis of the racial composition of every CMS math, science, English, and social studies class offered during the 1996-1997 school year reveals whether courses are resegregated by track within schools. A CMS document showing the course name, track level, student count by race, period, and teacher's name for every course offered in each of the 11 high schools 
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provides the data for such an analysis (CMSb, 1996 (CMSb, -1997 . To determine whether resegregation by track is taking place, within each high school, I compare the percentage of Black students in each course (e.g., advanced placement English, fourth period, East Mecklenburg High School) with that school's percentage of Black students. If the course's percentage of Black students exceeds that of the school's by more than 15%, the course is considered to be racially isolated Black; if the percentage of Black students falls more than 15 percentage points below the school's, it is considered to be racially isolated White; and courses within 15% of the school's Black population are considered to be racially balanced. Table 2 presents an analysis of course racial composition by track for U.S. history, biology, and English grade 12 classes in three CMS high schools. Myers Park is a desegregated high school, Garinger is racially isolated Black, and North Mecklenburg is racially isolated White. Results of this analysis for Myers Park High School offer a snapshot of the central theme that emerges from the full districtwide analysis, as summarized in Figures 1-4 : regardless of the racial composition of a CMS high school, Black students were rarely found in the top tracks but were disproportionately present in the lower tracks. As Table 2 shows, 2.5% of Myers Park's grade 12 AP English students, 66.5% of the grade 12 regular English students, and 80% of the EC English students were Black. Black students were absent from the Myers Park AP U.S. history class, but accounted for 75.7% of the students in regular U.S. history and 85.7% in EC U.S. history. Similarly, at Myers Park, 1.9% of students in AP biology, 76% in regular biology, and 100% of EC biology were Black. Although Myers Park High School is desegregated (35.1% Black), all nine Myers Park classes in Table 2 fell outside the ±15% range for racial balance. Three were racially isolated White and six were racially isolated Black. The districtwide analysis of racial composition of courses, summarized in Figures 1-4 , illustrates the extent of second-generation segregation in CMS. For every course in the four core disciplines (English, math, science, and social studies) in every high school, I calculate and then sum the number of racially isolated Black, racially isolated White, and racially balanced courses across all the schools. I then convert each sum to a percentage of total courses offered by the district in that discipline (see Figures 1-4) .
This examination of classroom racial composition reveals not only that core academic classes are tracked in all CMS high schools, but in addition, regardless of the racial composition of the schools-even within schools considered to be racially balanced-tracking resegregates students such that the lowest tracks (special education) are largely Black and the highest tracks 
(AP/IB) are overwhelmingly White. For example, the districtwide analysis shows that a majority of classes was not racially balanced in all of the core academic areas (math, science, social studies, and English). The most racially balanced discipline was English, with 46% of classes racially balanced; the least was social studies with only 37% racially balanced.
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Figures 1-4 and Table 2 demonstrate two points. They illustrate the breadth and magnitude of second-generation segregation in core academic subjects in CMS high schools, and they portray how second-generation segregation exists independent of building-level desegregation.
Given that track placement is a powerful influence on high school grades, EOC scores, and SAT scores net of other school, familial, and individual characteristics, the presence of racially correlated tracks is relevant to Black students' academic achievement, the racial gap in achievement, and the efficacy of school desegregation policies designed to affect these academic outcomes. One might argue that track assignments merely reflect technical decisions to allocate opportunities to learn commensurate with students' merit, and that any correlations with students' race are coincidental. But students' track assignments are related to their race. As shown by the multinomial ordered logit regression analysis of track placement (see Table  1 ), even with controls for prior achievement, effort, and family background,
Figure 2. Racial identifiability, CMS high school English courses, 1996-1997 (±15% of school's proportion Black).
among students with comparable grade 6 CAT scores, Black students are found disproportionately in lower tracks while Whites appear disproportionately in higher tracks.
The relationship between track placement and race also can be seen in Table 3 , in which Black students' grade 12 English track placements are compared with those of Whites with comparable grade 6 CAT scores. To conduct the contingency table analysis, I collapsed Black and White students' grade 6 CAT total language battery NCE scores into deciles. I compared the grade 12 English course placements of Black and White students within each decile range. If course placement is based on merit (comparable CAT scores) and is independent of race, Black and White students who scored within the same decile range in grade 6 should be found in similar grade 12 English classes. This is not the case.
The contingency table analysis of grade 12 English track placement reveals two important findings. First, contrary to the assumptions underlying tracking, each of the four tracks is highly heterogeneous with regard to students' prior achievement. For example, students with CAT scores in the 1st through the 10th decile are assigned to regular English; similarly, students with CAT scores from the 4th through the 10th decile are found in AP/IB English.
Second, race is strongly related to track placement. For example, among students whose grade 6 CAT English scores ranged from the 40th to the 49th 
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percentile, 56% of Whites and 74% of Blacks were placed in regular English-the lowest non-special-education track-but 6% of Whites and fewer than 1% of Blacks were in the highest English track. Among the best students-those with grade 6 CAT scores between the 90th and the 99th percentiles-52% of Whites but only 20% of Blacks were in AP/IB English. Among students scoring in the top quintile (80th-99th percentile), 43.9% of Whites but only 26% of Blacks were enrolled in grade 12 AP/IB English. Thus, even after controlling for prior achievement (CAT scores), Black CMS students are found disproportionately in the lower tracks and Whites disproportionately in the higher tracks; in some schools, the latter are almost all White. Taken together, the multinomial ordered logit regression of track placement that appears in Table 1 and the contingency table analysis presented in Table 3 suggest that achievement or merit alone cannot explain track placement.
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Why Segregated Education Offers Fewer Opportunities to Learn
There are specific reasons why students in racially isolated Black elementary schools and racially isolated lower tracks in secondary schools perform less well than their counterparts educated in desegregated settings. As Table 4 indicates, racially isolated Black learning environments offer fewer teacher resources than racially balanced settings. For example, the higher the percentage of Black students in a school, the lower the percentage of the school's teachers who are fully credentialed, experienced, and possess masters degrees (Mickelson, 1998; Peterkin, 1998; Smith, 1998; Trent, 1998 ). At the high school level, the likelihood that homeless youth, those enrolled in English as a second language (ESL) courses, and students on free or reducedprice lunch will attend a school increases with the percentage of Blacks in the student population (Mickelson & Yon, 2000) . As Natriello and his colleagues (Natriello, McDill, & Pallas, 1990) argued, concentration of disad- vantaged children in schools exacerbates the difficulties that they and their teachers would encounter otherwise. Material resources (up-to-date libraries, ample access to current technology, adequately heated, air conditioned, and equipped buildings) also are related to the racial composition of a school: fewer resources are associated with higher percentages of Black students (Gardner, 1998; Peterkin, 1998) . Racially isolated Black high schools offer fewer AP courses, and racially isolated Black elementary schools offer proportionately fewer services for gifted and talented students (CMS, 2000; Mickelson, 1998, exhibit 1A-1H; Peterkin, 1998) .
Interviews conducted in 1998 and 1999 with CMS middle and high school principals suggest another likely reason for the effects of track on academic outcomes. Students in the higher tracks (AG, AP, IB), who are disproportionately White, are the most likely to have teachers who are credentialed and are teaching in their field. Conversely, students in the lowest non-special education tracks (regular), who are disproportionately Black, are much more likely to be taught by unlicensed, inexperienced instructors who are teaching outside of their field. Among the CMS high school principals I interviewed about tracking, race, and opportunities to learn, the consensus is that students in the lower tracks may have fully licensed and experienced teachers with advanced degrees, but those in the highest tracks always do (Interviews with principals, 1998 (Interviews with principals, -1999 .
In CMS, then, access to the single most important element of opportunities to learn-an experienced, credentialed teacher (Darling-Hammond, 2000; Ingersoll, 1999) -is related strongly to the racial composition of the elementary school a child attends and to the secondary track in which the student is taught. For these reasons, it is not surprising that racially isolated Black educational settings offer fewer opportunities to learn, and that those who learn in these environments are less likely to succeed academically than comparably able peers with similar family backgrounds educated in desegregated settings. Note: From Charlotte-Mecklenburg Schools, electronic data files, 1996-1998.
Discussion
"In Charlotte, we don't teach Black children." (Dr. Susan Purser, former CMS Associate Superintendent; observation made in Fall, 1996 upon initial examination of achievement data by race.) (Smith, 1999) .
Although the Charlotte-Mecklenburg Schools have operated under a courtordered desegregation plan since the early 1970s, findings indicate that the district's practices and policies have subverted Swann's mandate to provide equitable opportunities to learn to all students. Both racially segregated schools (first-generation segregation) and racially segregated tracks (secondgeneration segregation) still exist a generation after the Supreme Court's order to desegregate the school system. To summarize:
• With family background and individual characteristics held constant, each kind of segregation impairs all students' academic achievement. Yet, because Black youths are found disproportionately in segregated learning environments, they are more likely than Whites to suffer the disadvantages of segregated schooling.
• The greater the proportion of a student's elementary school education that takes place in a racially isolated Black elementary school, the lower the student's scores on standardized tests and the lower her or his track placement in secondary school. Black children are more likely to be found in racially segregated Black schools (although Whites also attend them); therefore, they suffer the greatest harm from these dynamics.
• Track placement is also influenced by a student's race: Black students are more likely to be found in lower tracks than White students with comparable prior achievement, family background, and other individual characteristics including self-reported effort. Track placement, in turn, exerts an extremely powerful effect on high school grades and scores on standardized tests, including the SAT.
• The stark resource differences between segregated and desegregated learning environments, together with the other findings, suggest some reasons why separate is not equal in CMS.
The findings discussed here probably underestimate the effects of segregation on academic outcomes because of the students not included in the sample and because of the conservative measure of segregation employed in this study. This is the case for three reasons. First, many of the students most likely to have experienced segregated Black elementary education are missing from the sample. Either they never reached grade 12, or they were relegated disproportionately to special education classes or special programs, where they were not surveyed.
The second reason for the likely underestimation involves the conservative measure of segregated Black elementary education that is used in this study. Until very recently, CMS enrolled very few Asian, Hispanic, and
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American Indian students. Consequently, in almost every CMS elementary school during the years when the 1996-1997 seniors attended (1984) (1985) (1986) (1987) (1988) (1989) (1990) (1991) , the percentage of minority students was also the percentage of Black students. During that period, the total non-Black minority population was greater (by an average of 5%) than the Black student population in only a handful of the approximately 80 elementary schools. Some schools that were more than 55% minority (Asians, Blacks, Hispanics, and Native Americans) were counted as desegregated in calculating the measure of the exposure to elementary segregation used in the regression analyses. Thus, although the proportion of time spent in a racially isolated minority school could have served as an indicator of exposure to segregated elementary education, instead I employed throughout this study a measure based on the more conservative percentage of racially isolated Black schools.
From educational and sociological perspectives, the injurious effects of segregated schooling may operate similarly in schools where the minority population is all Black and where it is a combination of Blacks and a small percentage of other children of color. 15 In fact, the results from regression analyses using the percentage of minority students (counting all students of color) and the analyses using the percentage of Black students (as reported here) are almost identical. In the "percent minority" analysis, the direct negative effects of elementary segregation on EOC, CAT, and track placement are the same in direction as in the "percent Black" analysis, have comparable relative magnitudes of effect on the response variables, and show comparable levels of significance. There is one important exception. When I use percent minority rather than percent Black to calculate the exposure to elementary segregation variable, I find it has a statistically significant negative effect on GPA (as well as on the other achievement measures), whereas the coefficient for elementary segregation shows no statistically significant effect on GPA when I use percent Black to calculate it. Therefore, when the percent Black rather than percent minority is used as the benchmark for calculating whether an elementary school was racially isolated Black or desegregated, the analyses are biased toward underestimating the effects of segregation on academic outcomes.
Lastly, because I dropped from the sample those students who did not attend CMS elementary schools or who were highly mobile, transferring in and out of the schools, the sample is further biased in a conservative direction. The most mobile students are poor Blacks and they are also the students most likely to attend racially isolated Black elementary schools.
Several implications can be drawn from the empirical findings in this article. First, the analyses presented here show that the effects of segregated education are not mere proxies for either Black students' poverty (SES) or for Black students' race. Given the claims of differential cognitive ability between Blacks and Whites, and between poor and middle class students (see Herrnstein and Murray, 1994 , for a recent work in this genre), some observers consider the effects of racially isolated Black schools and classrooms as merely reflections of the alleged diminished capacities of their students. The findings presented in this article demonstrate that the negative effects on achievement that arise from first-and second-generation segregation should not be understood as mere reflections of race and social class effects on school outcomes. Rather, the negative effects on achievement are the result of the forces of racial segregation, qua segregation, and the social and educational dynamics these forces unleash.
Second, the article demonstrates that elementary school segregation casts a long shadow. Students who attended racially isolated elementary schools achieved less, and were less likely to learn in racially balanced secondary classrooms than their otherwise comparable peers educated in racially balanced elementary schools. Similarly, students who learned in racially isolated Black secondary school classrooms underperformed their otherwise comparable peers educated in racially balanced classrooms. The importance of these findings cannot be overstated. They offer empirical support for the continued use of desegregated schools and classrooms as strategies to narrow the racial gap in achievement.
Third, the weight of the evidence presented in this article indicates one reason racially isolated education offers fewer opportunities to learn compared with desegregated learning environments: under conditions of scarcity, school districts allocate resources unequally and inequitably. In Charlotte, racially isolated Black learning environments are inferior-not because the students are Black, but because of the measurable relative impoverishment of their learning environments. This is because of the welldocumented relationship between the political power of middle-class White parents and the differential allocation of high quality educational opportunities. Simply put, desegregated learning environments are more resource rich: they have better qualified teachers, more stable teacher and student populations, more academically oriented students, school climates with a stronger academic press, and more adequate material resources including libraries, new and safe physical plants, equipment, and technology.
This set of findings is particularly important given the misguided critique of desegregation expressed by certain critics, and reflected in the remark by Justice Clarence Thomas writing in Missouri v. Jenkins (1995) , "It never ceases to amaze me that the courts are so willing to assume that anything that is predominantly Black must be inferior." Thomas's critique erroneously reduces desegregation merely to relocating children's bodies into different schools and classrooms to achieve some sort of racial balance; that is, the nonsensical notion that desegregation enhances opportunities to learn via proximity to a diversity of derma. The actual mechanisms by which desegregated education enhances outcomes in Charlotte are similar to those in districts around the country. Because of resource scarcity and the political power of middle-class White parents, the schools their children attend have the human and material resources optimal for learning. Therefore, Black children learning in this environment are more likely to achieve. This article's critique of segregated schooling does not rest on the absence of White children in racially isolated Black classrooms, but in the relative absence of the crucial resources those White children's middle-class parents demand and receive for their offspring.
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The final implication of these findings concerns the need for continuous monitoring and evaluation of desegregation efforts by educators and citizens committed to equality of educational opportunity. The Charlotte community was so proud of its "desegregated" school system, and so sure of its accomplishments, it never looked beneath the surface to truly evaluate its programs. One possible explanation for this failure is that desegregation proponents genuinely believed all was well. Alternatively, there may have been no serious examination of desegregation practice in CMS because second-generation segregation helped to make desegregated school buildings more palatable to politically powerful middle-class White parents who otherwise might withdraw their support and children from the public schools (for a discussion of this point, see Mickelson and Smith, 1999) . The experiences in Charlotte suggest that for desegregated education to achieve its educational goals, efforts must be made to avoid second-generation segregation, however politically difficult this will be.
Conclusion
For 40 years, communities across the United States have grappled with Brown's mandate to provide equality of educational opportunities to Black children by ending segregated schooling. Despite significant narrowing in the last quarter century, the Black-White gap in achievement that existed in 1954 continues today. Thoughtful observers have questioned the efficacy of school desegregation for closing that gap. Although considerable unambiguous evidence indicates that desegregation enhances students' long-term outcomes such as educational and occupational attainment, the situation with respect to short-term outcomes has been more ambiguous. Contributing to the ambiguity are design flaws in many desegregation programs, in their implementation, and in the studies that evaluate them. The findings presented here suggest that one reason for the ambiguity in findings is that previous studies typically did not examine whether second-generation segregation undermines the benefits of first-generation desegregation. This study's distinctive research design addresses many of the shortcomings found in previous research on the effects of desegregation. The design includes a longitudinal measure of exposure to segregated Black elementary education, multiple indicators of educational outcomes, measures of track location, numerous control variables, and a large, representative sample of grade 12 students from an entire school system. Even with this conservative methodology, the study demonstrates both direct and indirect effects from segregated education. This fact indicates that-to paraphrase Cornel West with respect to educational equity-race matters. This article, then, helps us to understand more fully how segregated schooling contributes to maintaining the race gap in academic achievement; it does so by demonstrating how the joint effects of first-and second-generation seg-regation affect academic outcomes for all students, and how, even in an ostensibly desegregated school system, Whites retain privileged access to greater opportunities to learn.
At the same time, the findings offer hope. The results of the analyses show clearly that for all students who experienced desegregated education, academic outcomes were enhanced. This finding is especially important with regard to Black students. Both the scholarly and the popular literature are replete with claims that desegregation fails to improve Black students' academic achievement, but the findings presented here demonstrate otherwise. They show that Black students educated in desegregated learning environments do better than comparable youth schooled in segregated settings. This is true even when I hold constant school-and individual-level factors such as family background, individual effort, peer group influence, attitudes toward education and the future, and prior achievement-social forces that typically confound the effects of desegregation.
Equally important, the findings indicate that over the past three decades, because of second-generation segregation, very few Black students experienced anything that approached a genuinely desegregated education. For two-fifths of Black CMS students, ongoing first-generation segregation eroded their opportunities to learn in elementary schools. When they arrived in secondary school, second-generation segregation in the form of tracking further undermined their chances to receive the highest quality education.
Future research in other school districts once believed to be successfully desegregated will allow us to judge whether the situation in the CMS district reflects a more general pattern. Because CMS's desegregation plan was once considered to be one of the most successful in the nation, the subversion of Swann is a particularly revealing sign indicating how far this nation still is from fulfilling Brown's promise of equal educational opportunities for all children. The reopened Swann case (named after the original Black plaintiffs) is also known as the Capacchione case (named after the White plaintiffs) and as the Belk case (named after the new Black plaintiff-intervenors).
Notes
In 1997, White plaintiffs (Capacchione et al.) sued the CMS, seeking a declaration of unitary status and an end to mandatory desegregation and to any race-conscious policies. Shortly thereafter, the original Swann plaintiffs and several Black plaintiff-intervenors, perceiving the lawsuit as a threat to the Swann ruling, intervened by reactivating the original case against CMS. Because the two lawsuits mirrored each other-the Whites requesting a declaration of unitary status and the Blacks requesting a thorough implementation of the original Swann order to desegregate-the judge consolidated the two cases into one.
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The opinion of the majority held that the lower court judge failed, among other errors, to correctly conduct a Green (Green v. New Kent County, 430 U.S. 391, 1968) analysis necessary to determine whether a dual school system is unitary (Belk et al. v. Charlotte-Mecklenburg Schools 99-2389 . 3 The designation of a school as desegregated or segregated typically is not based on an absolute standard; rather, such labels reflect an evaluation of the racial composition of a school relative to the overall racial composition of a school district, and (in the case of CMS), to a judicial standard set forth in case law. Furthermore, there is considerable variation in both the scholarly and legal literature in the usage of terms used to describe the racial composition of schools.
For clarity, I use the terms racially isolated and racially balanced to describe the racial composition of the schools and classrooms I analyze. Following CMS's long-standing practice, I consider an elementary school in which the Black proportion of the population is greater than 15% above the school district's Black proportion of the population as racially isolated Black; a school with a Black proportion of the population less than 15% below the school district's Black proportion of the population as racially isolated White; all other elementary schools are considered racially balanced or desegregated schools.
For my analyses of within-school segregation of high school academic courses, I draw upon this ±15% bandwidth standard and consider a classroom to be racially isolated Black if the Black proportion of students in it exceeds the school's Black proportion of the students by 15%, and so on.
In the article I use the concepts segregation and desegregation when describing and discussing the historical and contemporary social and educational significance of differences in schools' racial compositions or when I interpret the results of my statistical analysis. 4 Desegregation opponents have identified some negative effects of the policy. These effects can be categorized as those which harm children and those which harm communities. In this paper I do not discuss the latter (for a more complete treatment of this topic, see Armor, 1985; Rossell, 1989; Shujaa, 1996) . The two most commonly cited negative effects of desegregation are White flight and its social, educational, and political consequences; and numerous adverse consequences to the Black community, including job losses, removal of cultural integrity in the curriculum, and the destruction of extended caring communities that were integral to the well-being of Black children and their education during Jim Crow. In Charlotte, White flight was not a serious problem. Although CMS experienced some White flight in response to the initial implementation of the court order in the early 1970s, this did not occur on a massive scale nor at the levels experienced by other school districts (Lord, 1999; p. 13) . There is evidence, however, that desegregation destroyed Black educational institutions and undermined many Black educators' careers (Douglas, 1995; Gaillard, 1988; Kluger, 1977) . Schools in the Black community were razed and many Black educators, especially administrators, lost their assignments. Yet even while I acknowledge these important losses, I wish to avoid romanticizing segregated Black schools in Charlotte. To do otherwise is to substitute an idealized conception of segregated education for the stark realities of grossly inferior opportunities to learn that characterized racially isolated Black schools in Charlotte and elsewhere. 5 Crain participated as one of the NIE panelists. Most of the 93 studies used in his and Mahard's meta-analysis were not included among the panel's relevant studies. Cook states In retrospect, the decision to restrict the selection criteria to a common set rather than let the panelists select their own, and the failure to assess each of Crain's 93 studies according to the panel's criteria, may have unnecessarily restricted both the sample of studies and the heterogeneity in assumptions on which the theory behind the use of multiple panelists depends. (1984, p. 39) 6 According to CMS's former Associate Superintendent Susan Purser, CMS had no formal district-wide policy guidelines for high school course placements as of spring, 1999 spring, (personal communication, June 1999 According to documentary evidence and testimony presented in the Swann case, racially correlated tracking began in Charlotte at about the same time as actual desegregation efforts commenced in CMS. In an interview with the author, Mr. William Poe, who chaired the CMS Board of Education during the early years after the Swann decision, stated that when Whites from the prosperous White Myers Park neighborhood desegregated West Charlotte (the flagship high school of the Black community), an optional Open Program (a rigorous college prep track) was instituted to encourage Whites to participate in desegregation (personal communication, December 22, 1998) . Poe recalled that "[the Open Program] was created as an impetus for Whites to enroll their kids in the school. The school board viewed it as a sop to White people." He explained that the implementation of this track necessitated the hiring of new chemistry, calculus, and foreign language teachers at West Charlotte. According to Poe, "Whites needed to be assured that their children would get the same quality of education they had received at Myers Park High, not just the culinary and cosmetology classes offered to Blacks at West Charlotte."
Poe acknowledged that while the new open program, in principle, was available to Blacks as well as Whites, enrollment in fact was essentially restricted to Whites because Blacks typically lacked the academic skills or course work required for the more rigorous classes in the Open Program. The historical and political origins of second-generation segregation in Charlotte are discussed more fully elsewhere (Mickelson & Smith, 1999). 8 In her doctoral dissertation examining the equitable identification of gifted children in CMS, Mindy Kornhaber (1997) showed how resegregation into tracks actually begins in elementary school, when students are first identified as AG. She reported that throughout the early 1990s, Black students were markedly underreferred for AG assessments. Consequently programs for the gifted remain largely the domain of White students. According to one central office educator, gifted education has been widely used as a White track, and the CMS gifted program has been an "elitist, isolated, White-only program" that has only recently begun to change (Kornhaber, 1997, p. 105 ). Kornhaber described how formal AG identification is a high-stakes process, which some parents pursue and cultivate. She quoted one high-level staffer, who observed, "Parents want elementary school identification as gifted because it allows entrance into middle school gifted classes . . . " (1997, p. 119) . Such identification launches the children onto a trajectory of high-track secondary school courses.
Kornhaber noted that the differences between high level and general courses are marked and have genuine consequences. In one high school, Kornhaber observed a grade 9 general English class where students were filling out a worksheet and cutting pictures from popular magazines, and a Grade 10 IB English class where students were discussing Hannah Arendt's concepts of vita activa and vita contemplativa. Kornhaber concluded that although these grade 9 students were not formally prohibited from enrolling in that grade 10 IB English class the following year, they were not prepared and could not participate. The two classrooms starkly illustrate why it is extremely difficult for a student to be placed (or to succeed) in the highest tracks if he or she has not been identified early as gifted.
On the basis of extensive classroom observations and interviews, Kornhaber concluded that gifted programs remain highly segregated and that current identification practices are a barrier to racial equity because they fail to detect existing or potential strengths of those who are not White and middle class.
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The analysis of students' track placement was a multilevel ordered multinomial logistic regression. This type of regression is used with ordinal response variables such as NEWTRACK. A multilevel ordered multinomial logistic regression analysis estimates the likelihood that a student will be placed in a given track (relative to the other tracks) as a function of her or his student-level and school-level characteristics. I am grateful to Jan de Leeuw for his assistance with the multilevel analyses reported in this article.
12
The results of the OLS regressions for the same equations are almost identical to those of the multilevel regressions. The Adjusted R 2 values for the equations are: 70.2% GPA; 30.1% EOC, 24.1% CAT; 41.4% college track; 58.7% SAT math; 65.8% SAT verbal; and 71.6% total SAT. The OLS results are available from the author upon request.
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A high school classroom is considered racially balanced if its percentage of Black students lies within ±15% of that school's percentage of Black enrollment. This standard reflects an extrapolation to the classroom of the standard used to determine whether a school is desegregated (see note 3 above). The 38-page table that presents the full districtwide analysis is available from the author upon request.
14 How comparably able Black and White grade 6 students end up in very different grade 12 tracks is a highly complex process that unfolds over years. Although the center of gravity for course placement responsibility lies mainly with educational decision makers such as teachers, counselors, and school administrators (Cicourel & Kitsuse, 1963; Rhiel, Pallas, & Natriello, 1999; Yonazawa, 1997) , parents and students also participate to varying degrees. With support from the Ford Foundation, I am currently investigating the nexus of educator-parent-student decision-making and track placement decisions in CMS.
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This assumption is also consistent with Keyes v. School District No. 1, Denver (1973) in which the Supreme Court held that Hispanics and Blacks should be counted together in determining whether a school was segregated. 
